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ABSTRACT

THE EFFECTS OF THE TYPE OF SKILL ASSESSMENT
ON THE MOTIVATION OF STUDENTS
IN PHYSICAL EDUCATION

Tyler G. Johnson
Department of Exercise Sciences
Master of Science

The purposes of this study were to (1) examine the effects of criterion-referenced (i.e.,
Programmed Practice Sheet or PPS) and norm-referenced (i.e., standardized) skill
assessments on the situational motivation of junior high school physical education
students (N = 507), (2) determine if student task and ego dispositions could be affected
by the type of skill assessment administered, and (3) determine if having choices of skill
level affects student situational motivation and perception of autonomy support. Student
situational motivation, task and ego disposition, and sense of autonomy were assessed
using the Situational Motivation Scale (SIMS), Perception of Success Questionnaire
(POSQ), and the Self-Regulation Questionnaire-Autonomy (SRQ-A). Results revealed
significant differences between the criterion-referenced/choice Group 4 and the norm-

referenced/no choice Group 1 as follows: Group 4 (a) had a greater sense of identified
regulation, (b) had a lesser sense of external control, and (c) was less amotivated than
Group 1. Significant gender by group interactions were found, thus indicating that girls
were more affected by test type than boys. Girls in Group 4 (a) felt a lesser sense of
external regulation, (b) had a greater sense of identified regulation, and (c) were more
intrinsically motivated than girls in Group 1. Also, girls in Group 4 (a) felt a greater sense
of identified regulation and (b) were more intrinsically motivated than girls in the normreferenced/choice Group 2. These findings provide some evidence that using criterionreferenced skill assessments, like the PPS, and offering choices of skill level may
enhance student situational motivation during skill assessment. No significant differences
were found in student task and ego disposition and perception of autonomy support.
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Abstract
The purposes of this study were to (1) examine the effects of criterion-referenced
(i.e., Programmed Practice Sheet or PPS) and norm-referenced (i.e., standardized) skill
assessments on the situational motivation of junior high school physical education
students (N = 507), (2) determine if student task and ego dispositions could be affected
by the type of skill assessment administered, and (3) determine if having choices of skill
level affects student situational motivation and perception of autonomy support. Student
situational motivation, task and ego disposition, and sense of autonomy were assessed
using the Situational Motivation Scale (SIMS), Perception of Success Questionnaire
(POSQ), and the Self-Regulation Questionnaire-Autonomy (SRQ-A). Results revealed
significant differences between the criterion-referenced/choice Group 4 and the normreferenced/no choice Group 1 as follows: Group 4 (a) had a greater sense of identified
regulation, (b) had a lesser sense of external control, and (c) was less amotivated than
Group 1. Significant gender by group interactions were found, thus indicating that girls
were more affected by test type than boys. Girls in Group 4 (a) felt a lesser sense of
external regulation, (b) had a greater sense of identified regulation, and (c) were more
intrinsically motivated than girls in Group 1. Also, girls in Group 4 (a) felt a greater sense
of identified regulation and (b) were more intrinsically motivated than girls in the normreferenced/choice Group 2. These findings provide some evidence that using criterionreferenced skill assessments, like the PPS, and offering choices of skill level may
enhance student situational motivation during skill assessment. No significant differences
were found in student task and ego disposition and perception of autonomy support.
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Introduction
Persuading students to adopt physically active lifestyles is a primary objective of

physical education (Corbin, 2002; Martens, 1996; Sallis & McKenzie, 1991).
Accomplishing this objective can be seen as a motivational issue (Ames, 1992; Deci &
Ryan, 1985; Nicholls, 1984; Prusak, Darst, Treasure, & Pangrazi, 2004; Solmon, 1996;
Treasure, 1993; Vallerand, 2001). Enhancing student motivation in physical education is
a probable means of increasing student enjoyment, interest, and participation in physical
activities (Deci & Ryan, 1985; Prusak et al., 2004; Solmon, 1996; Treasure, 1993).
Self-determination theory (SDT) proposes there is a motivation continuum with
amotivation (AM) and intrinsic motivation (IM) on distal ends (Deci & Ryan, 1985).
AM refers to a state lacking in motivation, and IM is when a student’s desire to behave or
act originates within self or from within an activity. Facilitating shifts along the
continuum towards IM may entice students to adopt physically active lifestyles. SDT
argues that a feeling of perceived competence (i.e., “I can do this”), a sense of autonomy
(i.e., “I have choices”), and a sense of relatedness (i.e., “I feel socially accepted”)
facilitate these shifts along the continuum toward IM (Deci & Ryan, 1985).
Finding skill assessments that can be designed to cultivate feelings of perceived
competence and offer choices seems necessary for enhancing student motivation in
physical education. Physical education instructors can plan, structure, and implement
skill development activities where students view their progress more favorably (Solmon,
1996; Wallhead & Noutmanis, 2004). To accomplish this, students must be given
optimally challenging tasks to perform. In addition, physical education instructors who
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offer choices during physical education activities can foster student IM (Prusak et al.,
2004). It seems likely then that students who have choices during skill assessment may
feel more motivated to practice because choosing places more responsibility on them.
Achievement goal theory (AGT) posits that increased motivation is likely when
the instructor creates an appropriate achievement climate (Ames, 1992; Roberts, 2001;
Solmon, 1996; Treasure, 1993; Vallerand, 2001). AGT research literature (Ames, 1992;
Ames & Archer, 1988; Nicholls, 1984; Roberts, 2001) identifies two motivational
climates that a physical educator can create: (1) a task-involved motivational climate and
(2) an ego-involved motivational climate. A task-involved motivational climate is known
to foster adaptive motivational behavior where students value the process of learning and
persist when faced with challenging tasks. In contrast, an ego-involved motivational
climate fosters maladaptive motivational behavior where students are encouraged to be
less concerned about the process of learning and more concerned about outperforming
others (Ames, 1992; Shakarian, 1995; Solmon, 1996; Treasure, 2001). Although each
student is assumed to possess a motivational disposition, or personal tendency to be task
or ego oriented, it may be overridden if the motivational climate is strong enough (Ames
& Archer 1988; Prusak & Treasure, 1998).
The TARGET structure represents teaching strategies that can be used to create
task-involved motivational climates relating to six areas of the classroom: Tasks,
Authority, Recognition, Grouping, Evaluation, and Timing (Epstein, 1988). Although the
TARGET structure recommends sound principles, research about the applicability of

4

EFFECTS OF SKILL

each area needs to be determined (Prusak et.al., 2004). This study looks at Evaluation
(TARGET) in physical education, specifically in relation to skill assessment.
A task-oriented skill assessment, called the programmed practice sheet (PPS),
gives students the opportunity to earn a skill grade based on their successful completion
of practice attempts. Instead of grading solely on performance, as in a standardized skill
test, the PPS gives students credit for the process of skill learning while simultaneously
holding them accountable to recognized performance standards (see Darst & Pangrazi,
2002, pp. 218-219; Prusak & Darst, 2000 for examples). Because it is a criterionreferenced standards-based instrument, all students, regardless of skill level, can earn an
“A” grade if they complete the program of practice outlined by the PPS. Using the PPS
for skill assessment offers an alternative means to assessing student skill in physical
education.
Comparison of Standardized Skill Test and a PPS
Standardized skills tests require that students perform a skill in terms of how far
and/or how many they can do. For example, students take their turn at serving ten times
and their score is how many they got out of ten. The results are then compared to a
normative standard to determine how well the student compared to peers. Then a grade is
equated to that number (usually one or two standard deviations above or below the norm
denote the grade breakdown). If a student had a bad day or if a student may not be the
most athletic, this type of skills tests often leaves him/her frustrated with the experience.
It does not take into account improvement, effort or participation. It is a summative
evaluation that is only concerned with how one’s performance compares to others.
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A PPS represents a different approach to assessing sports skills in physical
education. It is less concerned with how far/how many students can do and is more
concerned with the learning process in which each student is engaged. When using a PPS,
skill grades are determined from completing the tasks listed and meeting the criterion
referenced standards of success. In other words, if a student does the work and meets the
criteria he/she earns his/her skill grade. It takes into account the effort, time and
participation students put forth throughout the unit. And, since the grade comes directly
from the PPS, it rewards students for all of these things. Students do not have to be a
gifted athlete to get full points by completing the PPS. All students can succeed. And the
best part is, that by completing the work as outlined, skills will improve as a natural result
of the process. After all, this is a program of practice and practice leads to improved
skills.
A PPS allows each student to document the work he/she has done while in a flag
football unit. Students complete the standards based tasks and indicate on the PPS that
they have completed them. For example, item number 1 required that students throw and
catch 25 consecutive passes with a partner while standing 15 yards to 25 yards apart.
Each time a student completes a set of 25 passes/catches, he/she indicates it on the PPS.
When all three sets of this item are complete, a partner or the instructor initials the
witness column. When the entire PPS is completed, it is handed in. Skill grades are then
equated to how much of the work is completed. By completing the work students become
more skilled. As students become more skilled, ability to perform increases. All this is
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accomplished without the stress and anxiety of having to perform for a grade on a
standardized skills test.
Two forms of a PPS were used in this study; one with choices of skill levels and
one without. A PPS including differing skill levels allows students to choose a skill level
that suits them. Each student comes to class with differing abilities. So, by having
choices, a student can meet his/her own skill needs by custom making his/her own
program of practice. Students choose a skill level (A, B, or C) and work to complete it. If
the item is too easy or too difficult, students are free to make an adjustment.
The purposes of this study were to (a) determine the effects of the type of skill
assessment used (PPS or standardized skill test) on student motivation, (b) determine the
effects of including choices in both types of skill assessment on student motivation and
(c) assess the effects of skill test type on student task and ego orientations. It was
hypothesized that students would be more motivated and task-involved when (a) using
the PPS format and (b) were allowed choices of skill level. It was further hypothesized
that students in the PPS groups would experience a shift in goal orientation toward being
more task-involved and less ego-involved.
Methods
Population
The population for this study consisted of male (n = 272) and female (n = 235)
7th, 8th, and 9th grade junior high school physical education students (n = 507) from
coed and single gender physical education classes.
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Design
Sixteen physical education classes with 7th, 8th, and 9th grade students, 12 to 16
years of age (m = 13.9), were randomly assigned to one of the following groups: (a)
Group 1: Standardized skill test with no choices, (b) Group 2: Standardized skill test with
choices, (c) Group 3: PPS with no choices, and (d) Group 4: PPS with choices.
Participants had received neither a standardized skills test or a PPS during their previous
junior high physical education experience.
Instruments
The Perception of Success Questionnaire (POSQ) was used to determine student
task or ego disposition prior to and following the intervention (Roberts, Treasure, &
Balague, 1998). The Situational Motivation Scale (SIMS) was used to assess student
situational motivation following the skill testing procedures (Guay & Vallerand, 2000).
The Self Regulation Questionnaire-Autonomy (SRQ-A) was used to assess student
perception of autonomy support (Ryan & Connell, 1989).
Procedures
Prior to the intervention, participants (a) received and returned a letter of consent
and (b) completed the pretest POSQ. A manipulation check, or method of identifying test
type, was administered to a panel of experts from a large university, the physical
education instructors, and the participants. Before the intervention, both the panel of
experts and the instructors accurately categorized test type after hearing its description.
Participants selected what test type they thought they had by circling one of four choices
on the last day of the intervention. One day prior to the intervention, a 60-minute
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orientation meeting with the physical education instructors was held at the junior high
school to ensure proper understanding of the procedures of the study. It was during this
meeting that each class was randomly assigned to one of the four groups.
The class schedule at the junior high followed an A/B block schedule. As a result,
students attended their physical education class every other day for a double class period
of 80 minutes. On Day 1 of the flag football unit, students were informed by their
instructor on how they would be evaluated on skill. The physical education instructors
then began their usual flag football activities. On Days 2 through 5, the classes assigned
to Groups 3 and 4 were given 15 minutes per day to work on items listed on the PPS.
Groups 1 and 2 worked on the same skills without using the PPS. On Days 6-8, Groups 1
and 2 received the standardized skill test, and group 3 and group 4 finished, graded, and
turned in the PPS. Due to bad weather and large class sizes, all classes in groups 1 and 2
needed two days to finish the standardized test. As a result, these classes did not complete
the survey on the same day as the skill test. The survey included (1) the posttest POSQ,
(2) the SIMS, and (3) the SRQ-A. If students were absent, they took the survey during the
next class period.
Data Analysis
Descriptive statistics (means, standard deviations, Cronbach’s alpha) were used to
determine internal consistency and reliability. A descriminant analysis evaluated the
effectiveness of the manipulation check. An ANOVA omnibus test was used to examine
between and within group differences followed by specific theory driven post hoc
comparisons. Group differences were considered significant at p ≤ 0.05. This was a
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between and within 2 x 2 nested design which allowed further examination of
interactions in gender by student disposition, as well as the larger climate by autonomy
disposition.
Results
Reliability and Internal Consistency
Cronbach’s α for the four SIMS subscales revealed adequate internal consistency
values ranging from 0.81 to 0.85. Reliability scores are considered acceptable when
values are ≥ 0.7 (see Table 1, α values on diagonal).
Simplex Pattern of SIMS
Pearson correlation coefficients for each of the four SIMS subscales were
calculated (see Table 1, above diagonal). All correlations were found to be significant at
the p < 0.01 level. This supports the simplex pattern of the SIMS instrument (see note in
Table 1), because these correlations support the idea that amotivation (AM), extrinsic
motivation (EM), and intrinsic motivation (IM) lie along a motivation continuum, with
AM on one end and IM on the other.
Manipulation Check
The three physical education instructors, a panel of experts, and the participants
accurately matched the test type with the group description. Both the instructors and the
panel of experts answered correctly (100%) in their assessment of the test type for each
group. Sixty-five percent of the participants accurately selected the test type they
received. Participant responses were significantly different when asked what test type
they had, F(1,480) = 114.50, p ≤ 0.001. These findings show that participants could
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discern their corresponding test type, thus supporting the success of the intended
manipulation.
Perception of Success (Task and Ego Orientations)
No significant changes occurred in participant task or ego orientations. Since task
and ego orientations are considered stable traits, longer intervention periods seem
necessary to override them.
The Type of Skills Test Administered and Situational Motivation
Between Group Comparison. Descriptive statistics are given for each group in
Table 2. Each of the means were in the anticipated direction. Significant differences (by
Tukey) were found between Groups 1 and 4 in AM, ER, and IR. Group 4 (a) was less
amotivated, F(3, 503) = 2.916, p < 0.05; (b) had a lower sense of external control, F(3,
503) = 2.621, p < 0.05; and (c) had a higher sense of identified regulation, F(3, 503) =
3.521, p < 0.05 than Group 1. IM was the only index that did not show significant
differences between Groups 1 and 4 (see note in Table 2). These results indicate that
Group 4 moved further along the motivation continuum towards IM than Group 1.
Between Gender Comparison. Means and standard deviations for males and
females in Groups 1, 2, 3, and 4 are in Table 3. The omnibus test revealed no significant
differences between groups for males but significant differences between groups for
females. These findings demonstrate that female AM and ER decrease from Group 1 to
Group 4 while female IR and IM increase from Group 1 to Group 4. Follow-up tests (by
Tukey) indicate that Group 4 (a) felt a lesser sense of external control, F(3, 231) = 3.358,
p < 0.05; (b) felt a greater sense of identified regulation, F(3, 231) = 6.135, p < 0.001;

EFFECTS OF SKILL 11
and (c) was more intrinsically motivated, F(3, 231) = 4.050, p < 0.01 than Group 1. Also,
Group 4 (a) felt a greater sense of identified regulation, F(3, 231) = 6.135, p < 0.01 and
(b) was more intrinsically motivated, F(3, 231) = 4.050, p < 0.05 than Group 2. These
findings suggest that using the PPS and choices during skill assessment may enhance the
situational motivation of female physical education students.
Sense of Autonomy
There were no significant differences between groups about general sense of
autonomy. A longer intervention may be needed to discover if sense of autonomy is
affected by giving choices during skill assessment.
Discussion
This study looked at two different types of skill testing—the PPS and
standardized—with choice and no-choice groups and their effects on student motivation
in physical education. The general findings of the study revealed that the PPS groups
made significant movement along the self-determination continuum towards IM. Followup tests showed that the girls in the PPS groups moved along the motivation continuum
towards IM while the boys in the PPS groups made no significant movement. Possible
reasons only the girls showed motivational changes are (a) the girls in the PPS groups
reacted more favorably to self-referenced practice, (b) the girls enjoyed the chance to
work on the skills with their friends, and (c) the boys were more concerned about playing
a game than completing the PPS. A semester or year-long intervention period may be
needed to determine if the PPS will prompt further situational and contextual motivation
changes in girls and any changes in boys.
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It is known that adolescent physical activity levels are retreating, particularly so
for adolescent girls (Rowland, 1999). Finding ways to spark student interest, especially
adolescent girls, in physical education may influence the adoption of lifelong physical
activity habits. It seems that adolescent girls prefer activities that enable them to socialize
with their peers (Prusak & Darst, 2002). Implementing the PPS into physical education
class seems to offer additional opportunity for students to interact with their friends while
simultaneously working on skill development.
The PPS was designed within the tenets of SDT theory to require maximal
practice attempts where greater perceived competence could be achieved (Deci & Ryan,
1985). The more a student practices the more the student ought to improve if practice
attempts are performed correctly. The three physical education instructors reported that
students in the PPS groups, especially the lower skilled students, seemed to improve
more on their skills than in previous units. Finding ways, like the PPS, to motivate lowerskilled students in physical education may move them along the motivation continuum
towards IM.
The PPS was also designed within the tenets of AGT, which argues that each
student carries a task or ego orientation towards sports and/or physical activities (Ames,
1992; Roberts, 2001; Treasure, 1993). Overriding this orientation is possible but only if
the motivational climate of the physical education setting is strong enough (Prusak &
Treasure, 1998). Student task or ego orientation was not affected by the type of skill test
administered. Possible reasons the skill assessments did not change these orientations are
(a) skill testing is only one aspect of physical education class, (b) the intervention was too
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short to make significant changes, and (c) task and ego orientations are considered very
stable traits. Longer units of instruction (i.e. successive 4-week units) might reveal if
these skill assessments influence student task and ego orientation.
The practical and motivational implications of this study support the use of the
PPS for helping to create a task-oriented motivational climate. The PPS meets Evaluation
guidelines proposed by the TARGET structure by (a) focusing on the process of skill
development, (b) rewarding all students for the successful completion of practice
attempts that are aligned with recognized standards (Strand & Wilson, 1993), and (c)
making skill assessment more self-managed (Epstein, 1988). The PPS also encourages
the daily integration of skill assessment into the curriculum. Instructors who regularly
combine skill teaching and assessment may augment student skill learning (Lund & Kirk,
2002).
Wallhead and Ntoumanis (2004) demonstrated that the sport education (SE)
curriculum has many similarities to Epstein’s TARGET structure for creating a taskoriented motivational climate. They also showed that the SE curriculum can increase
perceived competence and motivation. Since the PPS is self-referenced and focuses on
personal improvement it is possible it would fit nicely into skill assessment in the SE
curriculum.
Anecdotal Responses of Participants and Instructors
The PPS seemed to help students feel less pressure and have more fun during skill
testing. Lower skilled students reported increased skill development. One student
responded by saying, “I couldn’t throw a spiral before, but now I can.” Other students
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exclaimed, “we enjoy working on our own on the skills.” Other comments related to how
much fun it was to do the PPS. A negative comment about the PPS, reported by many of
the highly skilled students, was that the PPS took too long to complete. They felt it
prevented them from playing more games.
Students who were highly skilled and received good grades tended to like the
standardized test, perhaps because it gave them a chance to demonstrate their ability to
their peers. Although these students enjoyed this test, negative responses and behaviors
about the standardized test were observed more frequently. One of the instructors
observed firsthand a negative effect of the standardized skill test when two students
began to cry after realizing their skill grades were lower than expected. Despite giving
their best effort, these two students could not perform well enough to get higher than a
“C” grade. Other students receiving the standardized test exclaimed, “I am going to fail”
before beginning the test. One student taking the passing for accuracy test responded to
getting a “C” grade by saying, “I even play quarterback and that is the grade I get!”
The limitations of this study warrant additional research on the PPS. First, one of
the physical education instructors in this study was a researcher who knew the objectives
of the study. Second, this study did not have sufficient power, at the group level, to
determine if significant differences did exist at that level. Third, the intervention was too
short and applies to only one physical education unit—flag football.
This study provides support for the PPS as a viable means of augmenting student
motivation in physical education. Female physical education students are likely to
experience immediate situational motivation benefits by using the PPS. The intervention
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period could have been too short to elicit any motivational changes in boys. Future
research studies should (a) evaluate the effects of standardized skill testing and the PPS
on student motivation after an entire semester or year of physical education and (b)
determine if these skill assessments affect student perception of motivational climate.
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Table 1
Internal Consistency Values: Cronbach’s Alpha & Pearson Correlation
SIMS Subscales

1

1. Amotivation

(.82)

2. External Regulation
3. Identified Regulation
4. Intrinsic Motivation

2

3

.96*

-.63* -.77*

(.81)

-.72* -.86*
(.85)

4

Mα

.96*
(.83)
(.83)˚

Note: The pattern of strongest positive correlations between AM/ER and IR/IM to
strongest negative correlations between IM, ER, and AM supports the simplex pattern of
SIMS.
*Significant correlations p < 0.01
˚Mean alpha of all SIMS subscales
AM = Amotivation
ER = External Regulation
IR = Identified Regulation
IM = Intrinsic Motivation
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Table 2
Means and Standard Deviations Between Groups 1, 2, 3, & 4 on SIMS Instrument.
Group 1
Subscale

M

SIMS AM

SD

Group 2

Group 3

Group 4

M

SD

M

SD

M

SD

3.76* 1.64

3.63

1.62

3.55

1.44

3.21

1.58

ER

4.81* 1.55

4.67

1.71

4.56

1.44

4.28

1.70

IR

3.94* 1.65

4.00

1.37

4.04

1.33

4.48

1.46

IM

3.76

3.95

1.59

4.00

1.45

4.27

1.48

1.68

Note: IM levels between Groups 1 and 4 are nearly significant, which still follows the
trend of the other SIMS indices.
* p < 0.05; Group 1 means for AM, ER, and IR are significantly different from Group 4
means for AM, ER, and IR.
AM = Amotivation
ER = External Regulation
IR = Identified Regulation
IM = Intrinsic Motivation
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Table 3
Means and Standard Deviations Between Genders in Groups 1, 2, 3, & 4 on SIMS
Instrument
Males
Group 1

Group 2

Group 3

Group 4

Subscale

M

SD

M

SD

M

SD

M

SD

SIMS AM

3.23

1.59

3.40

1.68

3.55

1.54

3.06

1.58

ER

4.02

1.42

4.19

1.58

4.41

1.31

4.08

1.72

IR

4.69

1.33

4.44

1.30

4.09

1.25

4.50

1.57

IM

4.48

1.44

4.42

1.55

4.26

1.35

4.31

1.44

Females
Group 1

Group 2

Group 3

Group 4

Subscale

M

SD

M

SD

M

SD

M

SD

SIMS AM

4.14

1.57

3.92

1.52

3.54

1.34

3.47

1.58

ER

5.38* 1.38

5.29

1.69

4.75

1.59

4.64

1.61

IR

3.39* 1.65

3.43* 1.26

3.98

1.43

4.42

1.27

IM

3.23* 1.64

3.35* 1.45

3.66

1.52

4.18

1.55

* p < 0.05; significantly different from Group 4.
AM = Amotivation
ER = External Regulation
IR = Identified Regulation
IM = Intrinsic Motivation
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Appendix A
Prospectus
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Chapter 1
Introduction
Purpose
The purposes of this study are to (1) determine if student motivation in physical
education class is enhanced when skill assessment is task-involving rather than egoinvolving, (2) determine if student motivation is enhanced by offering choices during
skill assessment, and (3) understand if student task and ego disposition can be affected by
the type of skill test administered.
Research Questions
Research Questions include:
1. Is student motivation enhanced when the PPS is used for skill assessment?
2. Is student motivation enhanced when choices are offered during the testing
procedure?
3. Can student task and ego disposition be affected by the type of skills test
administered?
Hypothesis
Student motivation will be enhanced when using a PPS for skill evaluation.
Student motivation will be enhanced when students are given choices during the
testing procedure.
Student task and ego disposition will be affected by the type of skill test
administered.
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Null Hypothesis
Student motivation will not be enhanced when using a PPS for skill evaluation.
Student motivation will not be enhanced when students are given choices during
the testing procedure.
Student task and ego disposition will not be affected by the type of skill test
administered.
Operational Definitions
Standardized Skill Test – a means of assessing student skill that is normreferenced or that uses arbitrary outcome standards established and validated by the
American Alliance for Health, Physical Education, Recreation, and Dance (Strand &
Wilson, 1993).
Programmed Practice Sheet (PPS) – an alternative means of assessing student
skill that is self-referenced and process-oriented and gives credit for completing practice
attempts that lead to recognized performance standards.
Motivational Climate – the type of atmosphere created in any physical activity
setting that encourages adaptive or maladaptive motivational behavior.
Basic Assumptions
1. Participants will receive permission from a parent or legal guardian before
participating.
2. Participants will have not have experienced standardized skill testing or the
PPS prior to the intervention.
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Delimitations
1. Only seventh, eighth, and ninth grade male and female PE students will
participate in the study.
2. The sample comes from seventh, eighth, and ninth grade males and females
who attend a junior high school in Utah County.
Limitations
1. The researcher is one of the teachers.
2. The group unit of analysis may not provide enough power to determine
significance.
3. The intervention period is only during one sport--flag football.
4. Short intervention period.
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Chapter 2
Review of Literature
Physical educators are primarily responsible for advocating physical activity
among young people (Martens, 1996; Sallis & McKenzie, 1991). When findings of
childhood and adolescent obesity are so high, never has there been a greater demand for
physical activity professionals to accomplish one objective---promote physical activity
(Martens, 1996). Currently, children and youth are not getting enough daily physical
activity (Centers for Disease Control and Prevention, 2001). This is supported by the fact
that the percentage of overweight youth is greater than ever before and has doubled over
the last 30 years (President’s Council on Physical Fitness and Sports, 1999). There is no
doubt these trends are likely to continue. Physical education recognizes physical
inactivity and obesity as complex issues and knows that its contribution, along with
others, can help to combat these problems (Evans, 2003; Irwin, Symons, & Kerr, 2003).
How can physical education make a difference? Due to the fact that the majority
of children and youth in the U.S. enroll in public education, physical education programs
are prime targets for promoting physical activity (Sallis & McKenzie, 1991). Despite the
scrutiny physical education has received in past years, it can play a role in shaping not
only active lifestyle habits but the health of the nation (Corbin, 2002; Locke, 1992; Sallis
& McKenzie, 1991). Yet to meet these objectives, physical educators must find ways to
motivate students in physical activity settings. Physical educators who employ researchbased motivational strategies may increase student learning and motivation to participate
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in physical activity (Ames, 1992; Deci & Ryan, 1985; Epstein, 1988; Prusak & Treasure,
1998; Shakarian, 1995; Solmon, 1996; Treasure, 1993; Vallerand, 2001).
This review of literature will 1) describe tenets of self-determination theory
designed to facilitate intrinsic motivation (IM), 2) explain how achievement goal theory’s
task-involved motivational climate is necessary for enhancing student motivation, 3)
show how TARGET structure principles can strengthen the development of task-involved
motivational climates, and 4) propose an alternative means of assessing sport skills
known as the programmed practice sheet (PPS).
Self-Determination Theory (SDT) and Intrinsic Motivation (IM)
Due to physical education’s quest to instill physical activity habits in students,
enhancing IM toward physical education activities seems appropriate. IM is when a
person’s desire to behave or act originates within self or from within an activity (Deci &
Ryan, 1985). For example, the golfer who spends countless hours hitting golf shots to
satisfy a drive within, or the baseball player who loves fielding ground balls because of
the enjoyment he experiences feeling the ball come into his glove is experiencing IM.
Deci and Ryan (1985) assert that IM is most likely to occur with higher levels of selfdetermined behaviors---SDT proposes that people become intrinsically motivated when
they feel competent (e.g. able to do), autonomous (e.g. able to choose), and related (e.g.
compatible with the social arena). Structuring physical education along these principles
may enhance student motivation.
In addition to IM, SDT addresses two other motivational states (Deci & Ryan,
1985). Extrinsic motivation (EM) is when a person’s desire to behave or act originates
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from outside of self, as from rewards or fear of punishment. Amotivation (AM) refers to
having no motivation. SDT proposes that these three motivational states (IM, EM, and
AM) lie along a continuum with IM and AM on opposite ends. Each student’s situational
motivational state in physical education class is assumed to lie somewhere along this
continuum and is likely to fluctuate throughout a given class period. A physical
educator’s aim for instruction should focus on facilitating shifts away from student AM
toward student IM.
One way to facilitate this shift toward intrinsic motivation is to develop a
student’s perceived competence or a feeling that “I can do this.” Deci and Ryan (1985)
states there is a strong relationship between a student’s perceived competence and IM.
Physical educators can promote perceived competence in their students by (1) providing
optimally challenging activities for them and (2) offering positive feedback during those
activities (Deci & Ryan, 1985). This study will seek to discover if student motivation is
enhanced when skill testing procedures provide optimally challenging tasks that
emphasize process over product.
Another way to enhance intrinsic motivation is by supporting autonomy. SDT
supports the creation of an informational classroom environment that allows students to
be self-directed learners (Deci & Ryan, 1985). Such an environment values opportunity
to choose and considers choice a forerunner to enhancing motivation. When students
have “freedom in initiating their behaviors” they are more likely to be intrinsically
motivated (Deci & Ryan, 1985). This study will consider how having choices or no
choices affects the motivation of physical education students during skill testing
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assessment. It will also seek to determine if students receiving standardized skill tests
with choices will opt out of challenging tasks.
Lastly, Deci and Ryan (1985) argue that a feeling of relatedness, or a connection
to society’s values, also enhances student motivation. This study will not address
relatedness as it relates to student motivation in physical activity settings.
Contributing to Deci and Ryan’s (1985) work, Vallerand (2001) proposes that
intrinsic motivation, extrinsic motivation, and amotivation exist at three levels of
generality: global (general motivational tendency), contextual (motivation toward a
specific activity), and situational (current motivational state). Like Deci and Ryan
(1985), Vallerand (2001) recognizes that autonomy and perceived competence drive
intrinsic motivation. It is known that all students have a general disposition (global)
towards being intrinsically or extrinsically motivated or amotivated (Ames, 2001;
Solmon, 1996; Vallernad, 2001). This disposition is very stable and is difficult to
override. Thus a physical educator’s role is primarily associated with the contextual and
situational levels, but not limited to them. The contextual level refers to how motivated a
student is towards various facets of life, like education, sports, and social activities,
whereas the situational level refers to how motivated a student is while currently engaged
in an activity.
Vallerand (2001) argues there are both top-down and recursive effects of
motivation at these levels---meaning that a level of motivation influences only the next
level above or below it. For example, increases in a student’s situational motivation may
yield increases in contextual motivation. The physical educator’s responsibility then is to
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create an environment where students are repeatedly enjoying physical education class.
Likewise, it is proposed that continual increases in motivation at the contextual level will
influence a student’s global motivational tendencies (Guay, Mageau, & Vallerand, 2003).
Achievement Goal Theory (AGT) and Task-Involved Motivational Climate
The work done by Deci & Ryan (1985) and Vallerand (2001) shows that IM can
be enhanced when physical educators create classroom environments that encourage
autonomy and the development of perceived competence. Another theory of motivation,
AGT, has defined two types of classroom environments that are common in physical
education and physical activity settings: (1) a task-involved motivational climate and (2)
an ego-involved motivational climate (Ames, 1992; Shakarian, 1995; Solmon, 1996;
Treasure, 1993; Treasure, 2001). The former is known to foster adaptive learning
behaviors and the latter to foster maladaptive learning behaviors, particularly in physical
education settings where there is almost always great diversity in ability (Ames &
Archer, 1988; Nicholls, 1984; Shakarian, 1995; Solmon, 1996; Treasure, 1993, 2001).
These motivational climates can also be defined as self-referenced (task-involved)
and norm-referenced (ego-involved). Nicholls (1984) observes that most 5-year-old
children employ the self-referenced approach—meaning that they do not compare their
ability to others, but rather focus on improving their own ability. Upon reaching
adolescence, a norm-referenced approach is adopted that encourages comparison with
others. The difficulty with this perspective is that it leaves many adolescents
unmotivated when they see their ability or capacity as less in comparison with others.
Therefore, the aim for physical educators is to create a more self-referenced learning
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environment. Skill testing in physical education is of particular concern due to its
traditional emphasis on performance or being able to do a skill a specified number of
times.
Each student is assumed to bring a general motivational disposition towards
physical education and/or physical activities (Ames, 1992; Nicholls, 1984). Whether this
motivational tendency is task or ego-involved varies from student to student in differing
degrees. Previous research in physical education settings reveal that children and
adolescents are capable of adopting task-involved motivational tendencies even if their
disposition is ego-involvement (Ames 1992; Roberts, 2001; Solmon, 1996, Treasure,
1993).
Research also indicates that the physical educator is the key element in fostering
task-involved climates and adaptive learning behavior in students (Ames & Archer, 1988;
Epstein, 1988; Shakarian, 1995; Solmon, 1996). Physical education students easily
identify what type of motivational climate is most important to their teacher (Ames,
1992; Dweck & Leggett, 1988; Nicholls, 1989). Teachers who focus on improvement,
effort, and persistence emphasize a task-involved motivational climate. Students enjoy
class more and are more motivated to practice when teachers create this type of class
environment (Ames & Archer, 1988; Solomon, 1996). Because student learning is selfreferenced rather than norm-referenced, students focus on personal levels and how they
can improve instead of comparing themselves to others.
On the other hand, physical educators who focus on winning and peer
comparisons create an ego-involved motivational climate (Solmon, 1996). This goal
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orientation causes students to compare themselves to others and emphasizes ability over
improvement and effort. Ego-involved students quickly realize that it may not matter
how hard they try because they may not beat other students in the class. They often
become discouraged and frustrated, especially when confronted with optimally
challenging tasks, and often withdraw from physical activity because they refuse to
display their true ability to their peers. When optimally challenging tasks are avoided,
learning fails to occur because such tasks are necessary for learning and improvement.
Ego-involved students become motivated only when the activity at hand will allow them
to demonstrate competence (Ames, 1992; Nicholls, 1984; Shakarian, 1995).
The TARGET Structure and Task-Involved Motivational Climate
Since physical educators determine the type of motivational climate they create,
recognizing the advantages of a task-involved climate is useful for future performance.
Treasure (2001) proposes that training programs be offered to assist physical educators in
building task-involved motivational climates. Research in the traditional classroom
resulting in the TARGET structure offers substantial insight into this process. Epstein’s
(1988) TARGET structure refers to six areas of the classroom environment a teacher can
effectively manipulate to encourage adaptive learning behaviors---Task, Authority,
Recognition, Grouping, Evaluation, and Timing. Epstein (1988) calls these areas “the
basic building blocks” of school and student achievement. Each of these six areas
contains specific teaching principles that, if followed, can lead to a task-involved
motivational climate.
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The question must be posed—how much do Epstein’s TARGET structures apply
to physical activity settings? Ames (1992) argues the TARGET structure is applicable to
physical education because tasks can be organized so all students experience success and
improve their skills. Ames (1992) also proclaims that trained physical educators in
TARGET structure principles value improvement and demonstrate to their students that
effort is superior to ability. To date, three studies in physical education show that
teachers who incorporate TARGET structure principles into their teaching promote taskinvolved motivational climates where students value effort over ability, persist longer
when performing challenging tasks, and are more intrinsically motivated (Prusak, 2000;
Solmon, 1996; Treasure, 1993).
Treasure (1993) was the first to apply TARGET structure principles in a physical
education setting in an attempt to discover if sixth and seventh grade students could
differentiate between task-involved and ego-involved motivational climates. After a 10session soccer intervention with both task-involved and ego-involved groups, Treasure
found that students could accurately perceive the motivational climate created by their
instructors. A further finding revealed when the motivational climate is strong enough,
the personal goal orientations of students are changed to adapt the established
motivational climate created by the instructor. Cognitive and affective responses of
participants in the task-involved condition yielded a higher sense of success, satisfaction,
and enjoyment compared to participants in the ego-involved condition.
Solmon (1996) also demonstrated that adherence to TARGET structure principles
creates a task-involved motivational climate. Seventh and eight grade students were
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randomly assigned to single-gender instructional groups. Four graduate students taught
two 30-minute lessons on a novel activity to these students—juggling. Prior to the study,
the graduate students received TARGET structure training on how to create task and egoinvolved motivational climates. The primary question of the study was to determine if
students could differentiate between the two motivational climates. In addition, the
researcher wanted to know if students in a task-involved motivational climate persisted
longer when confronted with challenging tasks and if they attributed success to effort
instead of to ability. Results indicated that students could accurately determine what
motivational climate their teacher created and that task-involved students persisted longer
with challenging tasks. Also, students in the ego-involved condition attributed success to
ability compared to task-involved students who attribute success to effort and persistence.
The advice for physical educators is they can create, through appropriate
strategies and techniques, task-involved climates where students persist longer when
faced with challenging tasks and are more likely to attribute success to effort.
Although these studies show the general applicability of the TARGET structure to
physical education, more specific research about the effectiveness of each of the six areas
remains to be seen. In relation to authority (the “A” in TARGET), Prusak et al. (2004)
discovered that adolescent females who are given choices in daily physical education
lessons are more intrinsically motivated and find physical education more appealing.
Over a thousand 7th and 8th grade adolescent females in 42 intact physical education
classes were taught a 10-day walking unit. Walking was selected because it is not
typically taught in PE and does not require high skill levels for success. It also is a
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recommended activity for promoting a healthy lifestyle. Both the Sport Motivation Scale
(SMSPE) and the Situational Motivation Scale (SIMS) were used to assess motivation at
the contextual level and the situational level respectively. The SMSPE was administered
one week before the intervention and on the next school day after the intervention. The
SIMS was given three times, once after every three days of the intervention. Half of the
classes were given choices during the walking unit; the other half were not given choices.
Results indicated that the choice group was more intrinsically motivated at the
situational level and less amotivated at the contextual level than the no-choice group.
Prusak et al. (2004) concludes during adolescence students seek greater independence
from authority figures. Physical educators who are responsive to this need provide
opportunities for choice in activity settings. When they share the responsibility for
decision-making it aids in the creation of a task-involved climate.
The “E” in the TARGET structure stands for evaluation (Epstein, 1988). Physical
educators, like teachers of other subjects, are responsible for assessing student learning.
Physical educators have a variety of categories to grade their students on. Skill
development is a common grading category. The challenge with most skill testing
techniques is they foster an ego-involved motivational climate where ability is valued
over effort (Shakarian, 1995). Nicholls (1984) proclaims “when the skills in question
might be thought important, and when evaluative, test-like, or competitive conditions
prevail, the use of the conception of ability as capacity should increase: ego-involvement
should increase.” Therefore, there is a need to consider if skill evaluation in physical
education can become more task-involving, so student motivation can be enhanced.
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Given what we know about task-involved climate and the TARGET structure, it
seems skill assessment can become more self-referenced (Ames, 1992, Epstein, 1988;
Prusak et al., 2004; Solmon, 1996, Treasure, 1993). When students are allowed to
manage their own performance, they become self-directed learners (Deci & Ryan, 1985;
Prusak et al., 2004). According to these principles, all students, regardless of skill level,
can succeed if they do the process that will eventually lead to skill proficiency. If
students practice, they will improve. The problem is that most students, when
discovering they lack natural ability, give up and are not motivated to practice
(Shakarian, 1995). Norm-referenced or standardized skill testing places students in
product-valued environments where their performance determines their grade. In these
evaluative conditions, students are expected to correctly perform a skill, in front of peers
and/or the instructor, a certain number of times to get an A, B, C, D, or F grade (Strand &
Wilson, 1993). Are there alternative means of evaluating student skill in physical
education class? How can a physical educator evaluate student skill and maintain a taskinvolved motivational climate? Will finding such a way to evaluate skill increase
situational and contextual motivation towards physical education and/or physical activity
compared to standardized skill testing?
The Programmed Practice Sheet (PPS)
A programmed practice sheet (PPS) represents a different approach to assessing
sport skills in physical education. It is less concerned with how far or how many a
student can do and is more concerned with the learning process in which a student is
engaged. A PPS contains a list of sport or skill activities in relation to what is being
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taught in physical education class. Each skill on the PPS is carefully designed so as to
meet recognized performance standards. For example, one skill listed on a volleyball
programmed practice sheet might be, “successfully complete 10 underhand serves over
the net and into the opposing court.” Instead of being assessed on skill performance as in
a standardized skills test, the student is evaluated on the successful completion of practice
attempts. For each practice skill completed, the student receives corresponding points. A
student does not have to be a gifted athlete to score well but must simply do the process.
It is assumed that students who complete the PPS will reach the desired competency
standards for each sport/activity because the items on the PPS are adapted from
recognized performance standards (Strand & Wilson, 1993). The PPS allows student
learning to be more self-referenced and process-oriented.
The purposes of this study are to (1) determine if student motivation is enhanced
when skill assessment is task-involving rather than ego-involving, (2) determine if
student motivation is enhanced when choices are offered in the testing procedure, and (3)
understand if student task and ego disposition can be affected by the type of skill test
administered.
Summary
Physical education programs are prime targets for promoting physical activity
(Corbin, 2002; Martens, 1996; Sallis & McKenzie, 1991). Research on motivation says
increasing student IM towards physical activity is an important elementl for the
development of active lifestyles (Deci & Ryan, 1985; Vallerand, 2001). Physical
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educators who support autonomy and enhance student perceived competence facilitate
shifts in student AM and EM towards student IM (Deci & Ryan, 1985, Vallerand, 2001).
Research on achievement motivation proposes physical educators can create taskinvolved motivational climates where students exhibit adaptive learning behaviors
(Ames, 1992; Nicholls, 1984; Shakarian, 1995; Solmon, 1996; Treasure, 1993). Students
encompassed in task-involved motivational climates value effort and persistence and
show personal ambition to improve their skills (Shakarian, 1995; Solmon, 1996). Even
though students come to physical education class with different motivational tendencies,
they can adopt task-involved motivational tendencies if the climate is strong enough
(Prusak & Treasure, 1998; Solmon, 1996, Treasure, 1993). Physical educators who
create task-involved motivational climates may witness enhanced student motivation.
The TARGET structure represents various teaching principles necessary for
creating task-involved motivational climates (Epstein, 1988; Solmon, 1996; Treasure,
2001). There is a need in physical education settings to determine how to implement
TARGET structure principles into teaching practice. Answering these questions will
facilitate the development of task-involved motivational climates and enhance student
motivation. The programmed practice sheet (PPS) may be an alternative way to evaluate
(the “E” in TARGET) sport skills in physical education.
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Chapter 3
Methods
The objectives of this study are to (1) determine if student motivation is enhanced
when skill assessment is task-involving rather than ego-involving, (2) determine if
student motivation is enhanced when choices are offered in the testing procedure, and (3)
understand if student task and ego disposition can be affected by the type of skill test
administered.
Population
The population for this study consists of male and female seventh, eighth, and
ninth grade junior high school physical education students (n=600) from coed and single
gender physical education classes.
Participants
For this study 16 physical education classes, with seventh, eighth, and ninth grade
students from 12 to 15 years, will be randomly assigned to one of four groups (Group 1:
standardized skill test with no choice; Group 2: standardized skill test with choices;
Group 3: programmed practice sheet with no choices; and Group 4: programmed practice
sheet with choices). Participants have never received the PPS or standardized skills tests
during their previous junior high physical education experience.
Instruments
The Perception of Success Questionnaire (POSQ) will be used to determine
student task or ego disposition (Roberts, Treasure, & Balague, 1998). The Self
Regulation Questionnaire-Autonomy (SRQ-A) will be used to assess student perception
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of autonomy support during skill testing procedures (Ryan & Connell, 1989). The
Situational Motivation Scale (SIMS) will be used to evaluate how students felt about the
skills test just completed (Guay & Vallernand, 2000).
Procedures
All students will participate in their original physical education class. Each of the
16 classes will be randomly assigned to one of four groups (Group 1: standardized skill
test with no choice; Group 2: standardized skill test with choices; Group 3: programmed
practice sheet with no choices; and Group 4: programmed practice sheet with choices).
Prior to the intervention, participants will receive and return a letter of consent. The
physical educator will then teach his or her usual flag football activities. At the
conclusion of the flag football unit, each class will be randomly assigned one of the four
skill testing procedures.
On day 1of the flag football unit, the POSQ will be administered and participants
will receive instruction regarding the different testing procedures. On days 2 through 6,
participants will be involved in normal physical education flag football activities. On day
7, each class will receive the treatment previously assigned to them. Following the skills
test, the POSQ will again be administered to assess changes in participant disposition.
The SRQ-A will also be administered to show perceptions of autonomy support during
skills testing. Lastly, the SIMS will be administered to assess participant motivation.
Data Analysis
Descriptive statistics (means, standard deviations, Cronbach’s alpha) will be
examined. An ANOVA omnibus test will be used to examine the between and within
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group differences followed by specific theory driven post hoc comparisons. This is a
between and within 2 x 2 nested design which will allow further examination of
interactions in gender by student disposition, as well as the larger climate by autonomy
disposition.
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Appendix B
Skill Assessment Forms
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Group 1 Flag Football Skills Test
Name: _________________________________ Teacher: ____________ Period: _____
Skill Test
Forward Pass for
Distance

Forward Pass for
Accuracy

Catching the Forward
Pass

50-Yard Dash

Ball-Changing Zigzag
Run

Punt for Distance

Description
Throw 3 long bombs. Record your
longest throw (in feet and inches) in
the score column. Determine your
percentile score and grade and record
them in the appropriate column.
Throw 10 throws at the target. One
point is earned for hitting the blue
circle, 2 points for the red circle, and 3
points for the yellow circle. Record
your score in the score column.
Determine your percentile score and
grade and record them in the
appropriate column.
Run and catch 10 out-route passes to
the left and 10 out-route passes to the
right. Each catch is worth 1 point.
Record your score in the score column.
Determine your percentile score and
grade and record them in the
appropriate column.
Run 2 times and record your best time
in the score column. Round your time
to the nearest 1/10 of a second.
Determine your percentile score and
grade and record them in the
appropriate column.
Run 2 times and record your best time
in the score column. Round your time
to the nearest 1/10 of a second.
Determine your percentile score and
grade and record them in the
appropriate column.
Punt the ball 3 times. Record your
longest punt (in feet and inches) in the
score column. Determine your
percentile score and grade and record
them in the appropriate column.

Score

%

Grade

Feet &
Inches

/30
Points

/20
Points

Seconds

Seconds

Feet &
Inches

*Get the percentile and grade for your performance from the instruction poster at each station.
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Group 2 Flag Football Skills Test
Name: _________________________________ Teacher: ____________ Period: _____
Skill Test
Forward Pass
for Distance

Forward Pass
for Accuracy

Catching the
Forward Pass

50-Yard Dash

Ball-Changing
Zigzag Run

Punt for
Distance

Description
Throw 3 long bombs. Record your
longest throw (in feet and inches) in
the score column. Determine your
percentile score and grade and
record them in the appropriate
column.
Throw 10 throws at the target. One
point is earned for hitting the blue
circle, 2 points for the red circle, and
3 points for the yellow circle.
Record your score in the score
column. Determine your percentile
score and grade and record them in
the appropriate column.
Run and catch 10 out-route passes to
the left and 10 out-route passes to
the right. Each catch is worth 1
point. Record your score in the
score column. Determine your
percentile score and grade and
record them in the appropriate
column.
Run 2 times and record your best
time in the score column. Round
your time to the nearest 1/10 of a
second. Determine your percentile
score and grade and record them in
the appropriate column.
Run 2 times and record your best
time in the score column. Round
your time to the nearest 1/10 of a
second. Determine your percentile
score and grade and record them in
the appropriate column.
Punt the ball 3 times. Record your
longest punt (in feet and inches) in
the score column. Determine your
percentile score and grade and
record them in the appropriate
column.

Level
Small Football

Score

%

Intermediate
Football
Official
Football
Small Football

Feet &
Inches

Intermediate
Football
Official
Football

/30
Points

20 Yards
30 Yards
40 Yards

/20
Points

30 Yards
40 Yards
50 Yards
Secs.
8 Feet
10 Feet
12 Feet
Secs.
Soccer Ball
Intermediate
Football

Feet &
Official
Inches
Football
*Get the percentile and grade for your performance from the instruction poster at each station.

Grade
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Group 3 Flag Football PPS
Name: _________________________________ Teacher: _______________ Period: _______
Instructions: Your skill grade will result from the successful completion of the items on this PPS.
As you complete each item have a partner or the instructor initial as a witness that you did
complete the item. Do not initial anyone’s PPS unless you actually saw them do it. This type of
skill evaluation gives you credit for doing the skills and not how well you perform on a skills test.
So, do the work during the unit and get the credit.
Date

Points

Initial
1.

2.

3.

Activites
Throw and catch 25 consecutive passes with a partner 20 yards apart.
Do this three times and initial each time completed
1.________2.________3.________
Throw and catch for distance by backing up a step each time you
complete a pass and catch with a partner. Record your farthest
throw/catch. Do this three times.
1.________2.________3.________
Throw and catch 10 passes with a partner 15 yards apart. The receiver
must keep one foot planted. Repeat three times and initial in space
each time.

4.

1.________2.________3.________
Catch 10 out-routes run at 15 yards. Dropped balls or bad passes can be
repeated as often as necessary. Repeat three times and initial.

5.

1.________2.________3.________
Run, carrying the ball, the 50 yard dash two times and record your
fastest of three times in the space. Repeat three times.

6.

1. _______2.________3.________
Run the ball changing Zig-Zag with staggered cones, three times and
record the fastest of your three times in the space. Repeat three times.

7.

1.________2.________3.________
Punt the ball for accuracy three times through the uprights from the
ten-yard line. Initial when complete. Repeat three times.
1.________2.________3.________
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8.

Observe and give feedback to a partner on how to catch an over-theshoulder pass. Initial when complete.

9.

Play 1 hour of football outside of class. Initial when complete.

10.

Give everyone a Hi-5 sometime during the flag football unit. Only
Coach can initial this one.

11.

Write three sentences about how flag football has helped you to
become more active.

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Group 4 Flag Football PPS
Name: ______________________________ Teacher: ____________ Period: _______
Instructions: Your skill grade will result from the successful completion of the items on this PPS.
As you complete each item have a partner or the instructor initial as a witness that you did indeed
complete the item. Do not initial anyone’s PPS unless you actually saw them do it. This type of
skill evaluation gives you credit for the doing of the skills and not how well you perform on a
skills test. So, do the work during the unit and get the credit. Below are three levels of skills for
each item. Choose which level you think suits you best. If the item is too easy or too difficult,
you may make an adjustment.
Date

Points

Initial
1.

Level A Easiest
Throw and catch 25
consecutive passes with
a partner 15 yards
apart. Do this three
times and initial each
time completed.
1. _______
2._______
3. _______

2.

Throw for distance
three times and record
the farthest of your
three throws in the
space. Do this three
times.
1. _______
2._______
3. _______

3.

Throw and catch 10
passes with a partner
15 yards apart. The
receiver can take no
more than one step to
catch the ball. Repeat
three times and initial
in space each time
1. _______
2._______
3. _______

Level B Medium
Throw and catch 25
consecutive passes
with a partner 20
yards apart. Do this
three times and
initial each time
completed
1. _______
2._______
3. _______
Throw and catch for
distance by backing
up a step each time
you complete a pass
and catch with a
partner. Record your
farthest throw/catch.
Do this three times.
1. _______
2._______
3. _______
Throw and catch 10
passes with a
partner 15 yards
apart. The receiver
must keep one foot
planted. Repeat
three times and
initial in space each
time
1. _______
2._______
3. _______

Level C Advanced
Throw and catch 25
consecutive passes
with a partner 25
yards apart. Do this
twice and initial
each time it is
completed
1. _______
2._______
Throw and catch for
distance by
throwing the long
bomb to a partner.
Take three throws
to get your longest
pass/catch. Record
your farthest
throw/catch. Do this
three times.
1. _______
2._______
3. _______
Throw and catch 10
passes with a
partner running
across 15 yards in
front of the passer.
Repeat twice and
initial in space each
time
1. _______
2._______
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4.

Catch 10 out-routes run
at 10 yards. Dropped
balls or bad passes can
be repeated as often as
necessary. Repeat
three times and initial.
1. _______
2._______
3. _______

5.

Run, carrying the ball,
the 25 yard dash three
times and record your
fastest of three times in
the space. Repeat three
times.
1._______
2._______
3. _______

6.

Run the ball changing
Zig-Zag with singlefile cones, three times
and record the fastest
of your three times in
the space. Repeat three
times.
1. _______
2._______
3. _______

7.

Punt the ball for
distance three times.
Record the best of three
kicks in the space.
Repeat three times.

8.

1. _______
2._______
3. _______
Demonstrate how to
catch a ball above and
below the waist to your
partner using the
correct cues. Initial
when complete.

Catch 10 out-routes
run at 15 yards.
Dropped balls or
bad passes can be
repeated as often as
necessary. Repeat
three times and
initial.
1. _______
2._______
3. _______
Run, carrying the
ball, the 50 yard
dash two times and
record your fastest
of three times in the
space. Repeat three
times.
1. _______
2._______
3. _______
Run the ball
changing Zig-Zag
with staggered
cones, three times
and record the
fastest of your three
times in the space.
Repeat three times.
1. _______
2._______
3. _______
Punt the ball for
accuracy three times
through the uprights
from the ten-yard
line. Repeat three
times.
1. _______
2._______
3. _______
Observe and give
feedback to partner
on how to catch an
over-the-shoulder
pass. Initial when
complete.

Catch 10 out-routes
run at 15 yards.
Must use thumbs-in
technique. Dropped
balls or bad passes
can be repeated as
often as necessary.
Repeat three times
and initial.
1. _______
2._______
3. _______
Run, carrying the
ball, the 100 yard
dash one time and
record your time in
the space. Repeat
three times.
1. _______
2._______
3. _______
Run the ball
changing Zig-Zag
with double-file
cones, three times
and record the
fastest of your three
times in the space.
Repeat three times.
1. _______
2._______
3. _______
Punt the ball for
accuracy three
times through the
uprights from the
15-yard line. Repeat
twice
1. _______
2._______
Teach a family
member how to
throw and catch a
football using the
correct cues. Initial
when complete.
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9.

Play 1/2 hour of
football outside of
class. Initial when
complete.

Play 1 hour of
football outside of
class. Initial when
complete.

Play 2 hours of
football outside of
class. Initial when
complete.

10.

Give someone a Hi-5
on each day during the
football unit. Only
Coach can initial this
one.

Give everyone a Hi5 sometime during
the football unit.
Only Coach can
initial this one.

Give the coach a
Hi-five each day
during the football
unit. Only Coach
can initial this one.

11.

Write three sentences
below about what you
enjoyed about flag
football this semester.

Write three
sentences about how
flag football has
helped you to
become more active.

Write three
sentences about
why it is important
to be physically
active outside of
class.

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Forward Pass for Distance Test
Instruction Sheet
Step 1: Get 3 footballs.
Step 2: Throw the 1st football as far as you can without going over the line.

Step 3: Have your partner mark where the 1st football hit the ground.
Step 4: Throw the 2nd & 3rd footballs and have your partner mark them only
if they are longer than a previous throw.
Step 5: After the longest throw is marked, use the tape measure to determine
how far you threw the football (measure the distance in feet).
Step 6: Record your score, percentile, and grade.
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Forward Pass for Distance Test
Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

105
83
76

120
99
92

150
115
104

170
126
118

180
135
127

180
144
135

100th
95th
90th

85th
80th
75th

73
70
68

87
83
79

98
95
91

114
109
105

122
118
115

129
126
123

85th
80th
75th

70th
65th
60th

65
64
62

77
75
73

88
85
83

102
99
96

111
108
105

120
117
114

70th
65th
60th

55th
50th
45th

61
59
56

71
68
66

80
78
76

93
91
88

102
99
97

111
108
105

55th
50th
45th

40th
35th
30th

54
51
50

64
62
60

73
70
69

85
83
80

94
92
89

103
100
97

40th
35th
30th

25th
20th
15th

48
45
43

58
54
51

65
63
61

77
73
70

85
81
76

93
90
85

25th
20th
15th

10th
5th
0

40
36
25

45
40
10

55
46
10

64
53
10

71
62
20

79
70
30

10th
5th
0
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Forward Pass for Accuracy Test
Instruction Sheet
Step 1: Get a football.
Step 2: Have your partner stand by the canvas target so he or she can
retrieve the football.
Step 3: Stand behind the line and throw 10 passes at the target. For each
throw, give yourself 1 point for hitting the blue, 2 points for hitting the red,
and 3 points for hitting the yellow. If you hit a line, give yourself the higher
point value.

Step 4: Figure your score out of 30 possible points.
Step 5: Record your score, percentile, and grade.
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Forward Pass for Accuracy Test

Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

26
19
16

26
20
18

26
21
19

26
21
19

26
21
19

28
21
20

100th
95th
90th

85th
80th
75th

15
13
12

17
16
15

18
17
16

18
17
16

18
17
16

18
17
16

85th
80th
75th

70th
65th
60th

11
10
9

14
13
12

15
14
13

15
14
13

15
14
13

15
15
14

70th
65th
60th

55th
50th
45th

8
7
6

11
11
10

13
12
11

13
12
11

13
12
11

13
13
12

55th
50th
45th

40th
35th
30th

5
5
4

9
8
7

11
10
9

10
9
8

11
9
9

12
11
10

40th
35th
30th

25th
20th
15th

3
2
1

6
5
4

8
7
5

8
7
5

8
7
6

9
8
7

25th
20th
15th

10th
5th
0

0
0
0

3
1
0

4
2
0

4
2
0

5
3
0

6
4
0

10th
5th
0
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Catching the Forward Pass Test
Instruction Sheet
Step 1: Get a football
Step 2: Choose someone to be your quarterback.
Step 3: On the quarterback’s signal run an out-route pattern to the right
side. The ball should be caught at the passing point.
Passing point

Line of Scrimmage

Quarterback

Step 4: Complete 10 out-route patterns to the right and keep track of how
many you catch. Each catch is worth 1 point. Poorly thrown balls can be
redone again.
Step 5: Complete 10 out-route patterns to the left.
Step 6: Your score is out of 20 points. Record your score, percentile, and
grade.
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Catching the Forward Pass Test
Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

20
19
18

20
19
19

20
20
19

20
20
19

20
20
19

20
20
19

100th
95th
90th

85th
80th
75th

16
15
14

18
18
16

18
17
17

18
18
17

19
18
18

19
18
18

85th
80th
75th

70th
65th
60th

13
12
12

16
15
14

16
15
15

16
15
15

17
16
16

17
16
16

70th
65th
60th

55th
50th
45th

11
10
9

14
13
12

14
13
13

14
14
13

15
15
14

15
15
14

55th
50th
45th

40th
35th
30th

8
7
7

12
11
10

12
11
10

12
11
10

13
12
11

13
12
11

40th
35th
30th

25th
20th
15th

6
5
4

10
8
7

9
8
7

9
8
8

10
9
8

10
9
8

25th
20th
15th

10th
5th
0

3
1
0

6
5
0

6
4
0

6
4
0

7
6
0

6
4
0

10th
5th
0
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Ball-Changing Zigzag Run
Instruction Sheet
Step 1: With a football in your right hand, stand to the right side of the first
cone behind the start line.
Step 2: On the “go” signal, run to the right side of the first cone, shift the
ball to the left hand, and proceed around the left side of the second cone.
Continue the same running pattern through the cones and always shift the
football to the outside hand.
Do not touch the cones.

Step 3: Repeat the zigzag run two times.
Step 4: Determine your lowest time and round it to the nearest 1/10 of a
second.
Example:
8.44 seconds would be rounded to 8.4 seconds
Step 5: Record your time, percentile, and grade.
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Ball-Changing Zigzag Run Test
Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

7.4
7.7
8.1

7.0
7.8
8.2

6.0
8.0
8.4

6.5
8.7
9.0

6.0
7.7
8.0

6.0
7.7
8.0

100th
95th
90th

85th
80th
75th

8.6
9.0
9.3

8.5
8.7
8.8

8.7
8.8
9.0

9.2
9.4
9.5

8.3
8.5
8.6

8.4
8.6
8.7

85th
80th
75th

70th
65th
60th

9.6
9.8
10.0

9.0
9.1
9.3

9.2
9.3
9.5

9.6
9.7
9.8

8.7
8.8
8.9

8.8
8.9
9.0

70th
65th
60th

55th
50th
45th

10.1
10.3
10.5

9.5
9.6
9.8

9.6
9.7
9.8

9.9
10.0
10.1

9.0
9.1
9.2

9.1
9.3
9.4

55th
50th
45th

40th
35th
30th

10.6
10.9
11.1

10.0
10.1
10.3

10.0
10.2
10.3

10.2
10.4
10.5

9.4
9.5
9.6

9.5
9.7
9.9

40th
35th
30th

25th
20th
15th

11.3
11.6
12.1

10.5
10.8
11.1

10.3
10.8
11.1

10.7
10.9
11.2

9.9
10.1
10.3

10.1
10.3
10.6

25th
20th
15th

10th
5th
0

12.9
14.2
15.0

11.5
12.3
19.0

11.4
12.1
20.0

11.5
12.0
14.5

10.6
11.5
20.0

11.2
12.2
17.0

10th
5th
0
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50-Yard Dash Test
Instruction Sheet
Step 1: Get a football.
Step 2: Run the 50 yard dash as fast as you can. The starter yells “ready –
set – go” to begin the run.

10

20

30

40

50

40

30

20

10

Step 3: Run the 50-yard dash one more time.
Step 4: Determine your lowest time and round it to the nearest 1/10 of a
second.
Example:
6.55 seconds would be rounded to 6.6 seconds
Step 5: Record your time, percentile, and grade.
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50-Yard Dash Test
Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

6.8
7.4
7.6

6.2
7.0
7.2

5.5
6.5
6.8

5.5
6.5
6.6

5.5
6.2
6.3

5.5
6.0
6.1

100th
95th
90th

85th
80th
75th

7.7
7.8
7.9

7.4
7.5
7.5

6.9
7.0
7.1

6.8
6.9
7.0

6.4
6.5
6.6

6.3
6.4
6.5

85th
80th
75th

70th
65th
60th

8.0
8.1
8.2

7.6
7.7
7.8

7.2
7.3
7.4

7.1
7.2
7.2

6.7
6.8
6.9

6.6
6.6
6.7

70th
65th
60th

55th
50th
45th

8.3
8.4
8.5

7.9
8.0
8.1

7.5
7.5
7.6

7.3
7.4
7.5

7.0
7.0
7.1

6.8
6.8
6.9

55th
50th
45th

40th
35th
30th

8.6
8.7
8.8

8.1
8.2
8.3

7.7
7.8
8.0

7.6
7.7
7.8

7.2
7.2
7.3

7.0
7.1
7.2

40th
35th
30th

25th
20th
15th

8.9
9.1
9.2

8.4
8.5
8.7

8.1
8.2
8.4

7.9
8.1
8.3

7.4
7.5
7.7

7.3
7.4
7.5

25th
20th
15th

10th
5th
0

9.3
9.5
11.0

9.0
9.3
12.0

8.7
9.0
12.0

8.4
8.8
12.0

8.1
8.4
11.0

7.8
8.0
10.0

10th
5th
0
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Punt for Distance Test
Instruction Sheet
Step 1: Get 3 footballs
Step 2: Punt the 1st football as far as you can without going over the line.

Step 3: Have your partner mark where the 1st football hit the ground.
Step 4: Punt the 2nd and 3rd footballs and have your partner mark them only
if they are longer than a previous punt.
Step 5: After the longest punt is marked, use the tape measure to determine
how far you punted the football (measure the distance in feet).
Step 6: Record you score, percentile, and grade.
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Punt for Distance Test
Percentile Scores
Age
Percentile

11

12

13

14

15

16

Percentile

100th
95th
90th

100
84
77

115
93
88

150
106
98

160
119
110

160
126
119

160
131
126

100th
95th
90th

85th
80th
75th

75
70
68

84
79
77

94
90
87

106
103
98

114
109
105

120
114
109

85th
80th
75th

70th
65th
60th

66
64
62

75
72
70

83
80
78

96
93
90

102
99
96

106
103
100

70th
65th
60th

55th
50th
45th

60
57
55

68
66
64

75
73
70

87
84
81

94
91
89

97
95
92

55th
50th
45th

40th
35th
30th

53
51
48

61
59
56

68
64
63

78
75
72

86
83
79

90
86
83

40th
35th
30th

25th
20th
15th

45
42
39

52
50
46

61
57
52

70
66
61

76
73
69

79
74
70

25th
20th
15th

10th
5th
0

34
27
9

40
35
10

44
33
10

55
44
10

62
54
10

64
56
10

10th
5th
0
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GRADE SCALE
Standardized Skill Test
80th – 100th Percentile ………………………… A
60th – 79th Percentile ………………………….. B
40th – 59th Percentile ………………………….. C
20th – 39th Percentile ………………………….. D
0-19th Percentile ………………………………. F
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Appendix C
Informed Consent and Surveys
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Motivation in Skill Testing in Physical Education
Informed Consent Form
A. Dr. Keven Prusak, Ph.D. at Brigham Young University and Tyler Johnson at
Lakeridge Jr. High School have requested my participation in a research study at my
middle school during regular physical education classes. The project title is
"Motivation in Skill Testing in Physical Education"
B. I have been informed that the purpose of this project is to determine the motivational
climate of a physical education setting resulting from various skill testing methods. I
understand that my participation will involve filling out surveys before, during and
after a skills test in a basketball unit. I understand that the skill testing procedure will
take place over a period of time up to 10 days. I understand that the questions on the
survey will pertain to the skill testing procedure.
C. During physical education class, I will participate in age and developmentally
appropriate basketball activities. These basketball activities are low-risk and do not
involve any more risk than what is normally associated with physical education.
These activities will be taught by my regular physical education teacher.
D. I understand that possible benefits of participating in this project are: 1) exposure to
alternative skill testing activities as a means to enhance my learning and 2) an
understanding of how choosing affects motivations toward these activities.
E. I understand the results of this project may be published in a journal and or presented
at a professional conference, but that my name or identity will not be revealed. In
order to keep my name and identity a secret, only a code number will identify me in
this project. Documents that link my name with this code number will be kept
separate and secured from the completed data forms, and destroyed as soon as they
are no longer needed. Only Dr. Prusak and the project assistants will have access to
this confidential information, which will be kept on file in a secure location at
Brigham Young University.
F. I understand that observations/data collection will be made immediately following the
completion of the skill test and will last approximately 15 minutes.
G. I have been informed about the project and I understand that any questions I have
concerning this project or my participation in it, before or after my consent, will be
answered by DR. Keven A. Prusak, Department of Physical Education, BYU, phone:
801.422.1560.
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H. If you have questions and do not feel comfortable asking the researcher, you may
contact Dr. Shane Schulthies, IRB Chair, 422-5490, 120 RB,
shane_schulthies@byu.edu.
Participants Name: _________________________
(please print)
Participants Signature: _____________________________ Date: ______________
I, ______________________________, parent/guardian of the above named participant,
understand the study's intent and procedures, the voluntary participation of my
child/ward, and may refuse or withdraw my child's/ward's participation without it
affecting my student’s grade, and do give my permission for his/her participation in this
study.
Parent/Guardian Name: __________________________
(please print)
Parent/Guardian Signature: _____________________________ Date: ___________
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Perception of Success Questionnaire (POSQ)
Name: _____________________________________________ Class: _______________
What does success in sports mean to you? There is no right or wrong answers. We ask
that you circle the number that best indicates how you feel.
Please respond to the items on the survey according to the following statement:
WHEN PLAYING SPORTS, I FEEL MOST SUCCESSFUL WHEN:
Strongly
Disagree

Neutral

Strongly
Agree

I beat other people

1

2

3

4

5

I am clearly better

1

2

3

4

5

I am the best

1

2

3

4

5

I try hard

1

2

3

4

5

I really improve

1

2

3

4

5

I do better than others

1

2

3

4

5

I reach a target/goal I set for myself

1

2

3

4

5

I overcome difficulties

1

2

3

4

5

I succeed at something others cannot do

1

2

3

4

5

I show other people that I am the best

1

2

3

4

5

I perform to the best of my ability

1

2

3

4

5
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Situational Motivation Scale (SIMS)
Directions: Read each item carefully. Using the scale below, please circle the number that
best describes the reason why you are currently engaged in this skill testing activity.
Answer each item according to the scale indicated.
Keep in mind that your responses are in regards to how you feel about the skill testing
you have just gone through. Please indicate how you feel knowing that this skill testing
experience is determining your grade.
Why are you currently engaged in this skill test?
Item
1. Because I think this
activity is interesting
2. Because I am doing it
for my own good
3. Because I am supposed
to do it
4. There may be good
reasons to do this skill test,
but personally I don’t see
any
5. Because I think this
activity is pleasant
6. Because I think this
activity is good for myself
7. Because it is something I
have to do
8. I do this activity but I
am not sure if it is worth it
9. Because this activity is
fun
10. By personal decision

Corresponds
Not At All

Corresponds
Moderately

Corresponds
Exactly

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7
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11. Because I don’t have a
choice
12. I don’t know. I don’t
see what this skill test
gives me
13. Because I feel good
when I do this skill test
14. Because I believe this
skill test is important for
me
15. Because I feel that I
have to do it
16. I do this activity, but I
am not sure it is a good
thing to pursue

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7
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Self-Regulation Questionnaire-Autonomy (SRQ-A)
1
not at all true

2
not very true

3
sort of true

A. Why do I do my homework?
1. Because I want the teacher to think I’m a good student.
2. Because I’ll get in trouble if I don’t.
3. Because it’s fun.
4. Because I will feel bad about myself if I don’t do it.
5. Because I want to understand the subject.
6. Because that’s what I’m supposed to do.
7. Because I enjoy doing my homework.
8. Because it’s important to me to do my homework.
B. Why do I work on my classwork?
9. So that the teacher won’t yell at me.
10. Because I want the teacher to think I’m a good student.
11. Because I want to learn new things.
12. Because I’d be ashamed of myself if I didn’t get done.
13. Because it’s fun.
14. Because that’s the rule.
15. Because I enjoy doing my classwork.
16. Because it’s important to me to work on my classwork.

4
very true
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C. Why do I try to answer hard questions in class?
17. Because I want the other students to think I’m smart.
18. Because I feel ashamed of myself when I don’t try.
19. Because I enjoy answering hard questions.
20. Because that’s what I’m supposed to do.
21. To find out if I’m right or wrong.
22. Because it’s fun to answer hard questions.
23. Because it’s important to me to try to answer hard question in class.
24. Because I want the teacher to say nice things about me.
D. Why do I try to do well in school?
25. Because that’s what I’m supposed to do.
26. So my teachers will think I’m a good student.
27. Because I enjoy doing my school work well.
28. Because I will get in trouble if don’t do well.
29. Because I’ll feel really bad about myself if I don’t do well.
30. Because it’s important to me to try to do well in school.
31. Because I will feel really proud of myself if I do well.
32. Because I might get a reward if I do well.
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Skill Test Type
What type of test do you think you had? Circle the box that describes the type of test
you had.
Example: If I had choices and was tested at the end of the unit, I would circle box C).

I had choices
on this skills
test.
I was given
credit for
the work I
did during the
unit.
I was tested on
how well I did
at the end of
the unit.

I had no choices
on this skills
test.

A

B

C

D

